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Abstract
Parental involvement in children’s education is an integral component of young chil-
dren’s academic achievement. Although there is clear evidence regarding the bene-
fits of parental involvement, little is known regarding its impacts, manifestations, and 
conceptualizations in non-Western societies. Given that parenting and child rearing 
are imbued with cultural meaning in many profound ways (Super & Harkness,1986), 
this study employed a phenomenological approach and used pakikipagkwentuhan, 
a data collection procedure drawn from indigenous Filipino Psychology to closely 
examine how low-income Filipino parents conceptualize parental involvement and 
its role in their children’s education. Thirty-one parents/caregivers were engaged in 
conversation and qualitative data analysis showed that Filipino parents believe that 
helping their children with schoolwork, motivating them, and providing structure 
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at home help their children succeed in school, consistent with the extant literature. 
However, responses regarding academic socialization, communicating with teach-
ers, and volunteering in school reflect cultural beliefs and practices in the Philip-
pines related to traditional parenting and extreme poverty. Results from this study 
expand our current understanding of parental involvement and highlight the role 
of the ecocultural context on parenting. Findings have implications for how parents 
and educators can support the academic success of children in culturally grounded 
ways. This study can also help inform educators and school programmers on how 
to help low-income parents support their children’s education. 
Keywords: Parental involvement, Filipino, Parenting, Elementary school, Low- income 
families 
1. Introduction 
Parental involvement (PI) is vital to young children’s motivation and 
academic achievement (Fleharty & Edwards, 2013). PI is linked to chil-
dren’s academic outcomes such as levels of school readiness(Miech, 
Essex, & Hill Goldsmith, 2001), reading proficiency, math, and vocab-
ulary skills (El Nokali, El Bachman, & Votruba-Drzal,2011). With pa-
rental involvement comes information on what and how best to teach 
or support children (Pomerantz, Moorman, &Litwack, 2007) and con-
veys the message that parents are interested and invested in their chil-
dren’s development (Hango, 2007). Consequently, children are more 
likely to internalize values that parents place on education and may 
gain more positive views about their own learning (Marcon, 1999) (for 
a review, see Pomerantz et al.,2007). 
Nonetheless, little is known regarding the impacts, manifestations, 
and conceptualizations of PI non-Western societies – an important 
gap given that parenting and childrearing are imbued with cultural 
meaning in many profound ways (Super & Harkness,1986). In this 
study, we examine how low-income Filipino parents conceptualize 
parental involvement and its role in children’s education. By focusing 
on an understudied population and on parents’ points-of-view, we in-
tend to expand current understanding of parental involvement and to 
shed light on potentially unique conceptualizations of PI. By explor-
ing how PI operates in a cultural and economic context outside of the 
more represented populations in this field of study, we may expand 
our theoretical understanding of the construct. 
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1.1. Parental involvement as a construct 
Parental involvement generally refers to the parent’s interaction with 
the child and the school to promote educational success(Edwards & 
Kutaka, 2015; Hill et al., 2004). PI is a multidimensional construct that 
includes cognitive, affective, and behavioral facets of parenting which 
are related to children’s education (Clarke, 2001; García Coll et al., 2002). 
Scholars have also acknowledged that parental involvement comes in 
many forms. Epstein (1995)proposed a typology that consists of six di-
mensions of the con-struct, namely parenting (providing parents with 
resources and skills to help them foster child development at home), 
home-school communication, home learning activities, volunteering at 
school, decision-making, and collaborating with the community. 
Within Epstein’s typology, parental involvement is also commonly di-
vided into three categorizations: home-based involvement (e.g., mon-
itoring schoolwork, providing other enriching activities), school-based 
involvement (e.g., parent-teacher communication, attending and/or vol-
unteering at school events), and academic socialization (e.g., commu-
nicating expectations and pro-viding encouragement to the child) (Ec-
cles & Harold, 1993; Seginer,2006; Wang & Sheikh-Khalil, 2014). These 
typologies are reflected in commonly used measures such as the Fam-
ily Involvement Questionnaire or FIQ (Fantuzzo, Tighe, & Childs, 2000), 
which assesses school-based, home-based, and home-school confer-
encing. Another measure is the Parental Involvement Scale, adapted by 
Georgiou (1996), that referred to education and learning-related activ-
ities in which parents participate at home and school. 
Despite the substantial scholarship defining and describing PI, 
nonetheless, much of the current research has been conducted with 
middle-income, Western populations. As such, current definitions and 
conceptualizations are generally premised on a very limited popula-
tion. Additionally, scholars note that the predominant view of paren-
tal involvement is institution-driven in that the school mainly dictates 
what constitutes parental involvement(Clifford & Göncü, 2019; Clif-
ford & Humphries, 2018; McWayne,Melzi, Schick, Kennedy, & Mundt, 
2013). It is unclear if parents, especially those who do not belong to 
the dominant population in research, may hold unique conceptual-
izations of, and practices related to involvement that may not be cap-
tured by the mainstream conceptualizations. 
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1.2. Parental involvement and the ecocultural context 
There is scholarly consensus that the context in which a child grows 
up has important implications for his development and that under-
standing almost any aspect of parenting must acknowledge the role 
of cultural values, beliefs, and norms (Bronfenbrenner &Morris, 2006; 
Super & Harkness, 1986). For example, the seminal work of John and 
Beatrice Whiting emphasized both the broad cultural context and the 
primacy of the immediate learning environment (e.g., physical space, 
activities, norms) in shaping children’s outcomes (Edwards & Bloch, 
2010; Weisner, 2010). Elements of the Whitings’ psychocultural model 
(Whiting, 1994) are reflected in the works of many of their students 
who similarly tried to ‘unpack’ the complex nature of ‘culture’ as re-
flected in the everyday experiences of children (Edwards & Bloch, 
2010 for review), such as Super and Harkness’ (1986) developmental 
niche model, Rogoff’s(Rogoff et al., 2007) concept of children’s learn-
ing through intent participation in a cultural community, and Weis-
ner’s (1997) ecocultural theory that places prime importance on the 
developing child’s family, everyday activities and routines, which are 
also embedded in a broader social and cultural ecology. Additionally, 
Göncü and colleagues highlighted the key roles of the economic con-
text, the society’s value system, and the intersubjectivity between care-
giver and child in understanding children’s behavior (Göncü, Tuermer, 
Jain, & Johnson, 1999). 
These various theories together suggest that a child develops in 
both a symbolic and concrete context and that elements of their ev-
eryday experiences reflect the broader social and ecological context. 
Cultural context may affect parental involvement via parental cog-
nitions, which include goals and expectations for the child, beliefs 
about childrearing and education, and perception of what the child 
needs (Harkness & Super, 2006). For example, although there is con-
siderable variation within culture groups, literature shows that in in-
dependence-oriented societies, children’s socialization and the bulk 
of primary care are expected to be carried out by parents rather than 
distributed to multiple caregivers(Trumbull, Rohstein-Fisch, & Hernan-
dez, 2003). Thus, parents tend to take more responsibility themselves 
for their children’s education, whether at home or in school (Baeck, 
2010). Conversely, in some interdependence-oriented societies, par-
ents are viewed as having the primary role of raising their children, 
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whereas teachers are seen as experts and educational authorities who 
are not to be questioned (Denessen, Driessen, Smit, & Sleegers, 2001; 
Hallinger& Kantamara, 2001; Sy, 2006). This latter scenario leads to 
a some-what hierarchical relationship between parents and teachers 
with regard to education, and implications for parental involvement 
is yet to be explored. 
1.3. Parental involvement in the context of poverty 
Previous research has documented the impact of poverty on PI. For 
example, household income is an important predictor of PI, with chil-
dren from high-income families receiving greater parental sup-port 
(Hornby & Lafaele, 2011; Turney & Kao, 2009; Usher, Kober, Jennings, 
& Rentner, 2012; Yoder & Lopez, 2013). Lee and Bowen(2006) main-
tained that low-income parents might not possess adequate social 
and cultural capital to feel comfortable connecting with the school. 
Similarly, Lareau (1987) asserts that social class shapes the nature 
of family-school relationships, with parents from low-income back-
grounds being more likely to trust teachers’ judgments as profession-
als, resulting in lower levels of parental involvement as traditionally 
conceptualized in the literature. 
However, in Clifford and Humphries’ (2018) review of studies 
among low-income and ethnic minority populations in the U.S., they 
found that parents may not be able to participate in their children’s 
schooling in a more traditional sense (e.g., communicating with teach-
ers), but instead are more likely to engage in home- and community-
based activities that support children’s learning (e.g., involving chil-
dren in their work). Clifford and Humphries (2018)thus advocate for 
an expanded view of parental involvement that is conceptualized by 
both the home and school environments, where families’ cultural val-
ues and life contexts are considered. 
1.4. The Filipino family and education 
Although there is substantial variation in the nature of Filipino fam-
ilies, research suggests that the traditional Filipino family tends to be 
characterized by strong cohesion among immediate and extended 
family members. Obedience, respect for elders, fear of God, and meet-
ing familial obligations are highly valued and are taught to children 
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at an early age. Filipino terms such as hiya(shame) and utang na loob 
(debt of gratitude) are also pivotal values in the Filipino culture (Alam-
pay, 2014). In all, Filipino parents are described to be nurturing and 
supportive (De la Cruz, Protacio, Balanon, Yacat, & Francisco, 2001), 
and one of the Filipino family’s primary and important functions is 
to educate the children (Reyes& Resurrection, 2015). Filipino parents 
view education not only as an investment for their children, but also 
for the whole family(Blair, 2014; Medina, 2001; Ying & Han, 2008). Cor-
respondingly, a study among Filipino college students showed that 
they value education as a way of fulfilling familial obligations (Reyes & 
Galang,2009). Reyes and Galang (2009) also maintained that the fam-
ily contributes positively to students’ motivation in school. 
Empirical studies on parental involvement in the Philippines is lim-
ited, particularly among the low-income population. Nonetheless, Blair 
(2014) found that middle- and high-income Filipino parents reported 
high levels of involvement with children’s homework and in volun-
teering for school related tasks. In another study, Filipino parents re-
ported frequently reminding their children of the importance of go-
ing to school (Tabbada-Rungduin, Abulon, Fetalvero, & Suatengco, 
2014). Many parents in the same study also reported that they be-
lieved that they are their children’s first teacher, especially in learning 
how to read. Given that children from disadvantaged backgrounds in 
the Philippines do not get enough support (e.g., insufficient school 
materials, shortages of classrooms and teachers, lack of financial as-
sistance,) (Philippine Institute for Development Studies, 2012) and 
many parents are not equipped with skills to support their children’s 
education, it is essential to investigate this topic and explore how Fil-
ipino parents help and contribute to their children’s academic success. 
1.5. Education and poverty in the Philippines 
The Philippines is a developing country with high rates of poverty 
and education deficits. School dropout rates are also high especially 
among children and youth from disadvantaged back-grounds (Al-
bert, Dumagan, & Martinez, 2015). According to the2010 Annual Pov-
erty Indicators Survey conducted by the National Statistics Office in 
the Philippines, lack of personal interest in school and the high cost 
of education are the top two reasons why Filipino youth do not at-
tend school. To help augment this problem, the Department of Social 
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Work and Development leads a program called Pantawid Pamilyang 
Pilipino Program (4Ps). This program, piloted in 2008, provides con-
ditional cash grants to poor families in order to improve educational 
and health outcomes, among others. To receive the subsidy, though, 
children need to be enrolled in school and must show consistent class 
attendance. This must have motivated parents to keep their children 
in school as high compliance rates were noted in 2015. Nonetheless, 
despite government efforts to improve the access and state of educa-
tion in the country, such as participating in United Nations’ Millennium 
Development Goal and allocating the biggest portion of the national 
budget for the Department of Education (Albert, Quimba, Ramos,& 
Almeda, 2012), 36 million of the 6 to 24-year-old population is out-of-
school. That is one in every ten Filipino children and youth(Philippine 
Statistics Authority, 2015). 
Although the public-school system in the Philippines offers free 
tuition until high school, many public schools have shown poor out-
comes in national and international assessments compared to private 
schools. For example, in the National Achievement Tests where 75% 
is the passing mark, fourth grade students from public schools had a 
mean score of only 68% in school year 2009 –2010 (Yap, 2011). Thus, 
families who are more financially capable choose to send their chil-
dren to private schools which tend to have better student-teacher ra-
tio and quality of instruction. Filipinos, as a society, understand the 
value and importance of education, particularly as a poverty-allevi-
ating tool for low-income families (e.g., securing employment is eas-
ier for those with a degree (Maligalig, Caoili-Rodriguez, Martinez, & 
Cuevas, 2010)). However, experience of extreme poverty limits fami-
lies’ choices in terms of sending their children to school. Many low-
income families enroll their children in public schools, despite its ac-
ademic reputation, for the subsidized education. 
1.6. The current study 
As noted in the literature reviewed here, current conceptualiza-
tions of parental involvement tend to reflect strategies that directly 
and immediately support children in school contexts (e.g., helping 
with homework) and in many ways reflect access to resources (e.g., 
volunteering for fieldtrips) and social/cultural capital (e.g., speaking 
with teachers/administrators, advocating for the child). What may be 
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missed by the current literature, therefore, is how parents in lower 
resource contexts conceptualize involvement that capitalize on the 
resources that they have; as well as how parents inn on-Western 
contexts might utilize culturally-accepted ways of involvement that 
reflect interdependence-oriented strategies and the hierarchical views 
around schooling. The goal of this study is to explore whether those 
types of conceptualizations are reflected in low-income Filipino par-
ents’ notions of PI. 
It is difficult to speculate on low-income Filipino parents’ conceptu-
alizations of parental involvement given the paucity of related research 
on the matter. Nonetheless, drawing from the literature reviewed here, 
one might expect that parents will express deep valuation of children’s 
education, given how children’s schooling is seen in Filipino contexts 
as reflecting the broader family, and how low-income parents in the 
Philippines tend to see schooling as a potential way to escape pov-
erty. One might also expect parents ‘conceptions to reflect a hierar-
chical view of academic expertise typically found in Asian collectivist 
societies (e.g., Hallinger &Kantamara, 2001), such that teachers and 
school personnel are the experts who can dictate matters around chil-
dren’s education, as well as parents’ roles in the process. This hierar-
chical conception would also be consistent with scholars’ assertions 
regarding how low-income parents may have less social capital to di-
rect their children’s education and as such might still be actively in-
volved in children’s schooling, but in less direct ways and/or as dic-
tated by those they see in authority. 
2. Methods 
2.1. Participants 
Participants for this study were low-income parents of third-grade 
students. Third-grade was selected as this is the time when academic 
demands start to increase, and students are still too young to meet 
school requirements independently. As such, this grade level presents 
an opportunity for parents to be actively involved in their children’s 
schooling. There was no age, educational attainment, or gender pref-
erence for the participants, as long as they have at least one child in 
third grade enrolled in the public school. The final sample consisted 
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of 27 biological mothers, one biological father, one grandmother, one 
adoptive mother, and one legal guardian/aunt. Majority of the partic-
ipants were not employed, and this is typical of the traditional care-
giver role of the mother, as well as the high unemployment rates in 
the Philippines. Following research indicating that parent involvement 
is linked to academic outcomes, the participants were grouped ac-
cording to their children’s academic performance. Ten of them were 
from the high-achieving group, 11 from the average group, and 11 
were from the underachieving group. Table 1 shows a summary of 
the participants’ and their children’s key demographic characteristics. 
2.2. Research site 
This study was conducted in a community in Caloocan, a city in 
Metro Manila with a population of 1.58 million, making it the third 
most populous highly urbanized city in the Philippines (Philippine 
Statistics Authority, 2016). Caloocan has a very high population den-
sity (28,387 persons/sqm) as well as high rates of poverty. The city is 
Table 1 Demographic characteristics of the participants and their children.  
 Mean (SD) or  
 Frequency (%) 
Variable  (N = 31)   Min  Max
Age  36.65 (8.11)  27  63 
Years of education  10.10 (2.02)  6  14 
Target child’s age  8.64 (.84)  8  11 
Number of children  2.87 (1.82)  1  8 
Target child gender (male)  
Employed Part-time  8 (25.8%)  
Full-time  3 (9.7%)  
Not employed  20 (64.5%)  
Monthly household income (USD)  
80 or less  5 (16.1%)  
81–160  5 (16.1%)  
160–250  11 (35.5%)  
251–410  3 (9.7%)  
411–600  3 (9.7%)  
Undisclosed  4 (12.9%)  
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a part of the third district of Metro Manila, which has a poverty inci-
dence rate of 2.7 to 5.5% (i.e., $181 USD/year, the minimum amount 
required to support the needs of a 5-memberhousehold) (Philippine 
Statistics Authority, 2016). 
One public school in Caloocan was chosen as the research site. A 
previous partnership with this public school enabled the researchers 
to more easily communicate with the principal and the teachers who 
helped with recruitment. The characteristics of this school and its stu-
dents also make it a good site to study parental involvement. For ex-
ample, it has a student population of 5125 in academic year 2013–
2014 and has 54 instructional classrooms, making its student-teacher 
ratio high. Although most public school students come from under-
privileged communities, this school particularly caters to very low-in-
come families who have difficulty meeting basic needs. Although the 
first author’s personal communication with the school’s teachers re-
vealed that many students drop out before graduating from elemen-
tary school, the teachers also mentioned that they do not maintain a 
record of the school’s success rates. The Philippine education system 
uses English as its primary medium of instruction. However, Filipino 
or Tagalog remains to be the first language of most children and the 
language used in everyday conversation. For those who are able, Eng-
lish is mostly spoken in more formal settings. 
In terms of expectations regarding parental involvement, partici-
pants reported that to their knowledge, the school does not provide 
a handbook that outlines the school policies, grading system, and ex-
pectations from students and parents. Although the parents reported 
that the teachers encourage them to be involved in their children’s 
schooling (e.g., tell the parents to teach the children at home), the 
school does not have an official program or a systematic approach on 
teaching specific strategies on how parents can support their children. 
2.3. Recruitment and data collection procedures 
The researchers employed purposive sampling with the help of the 
school (i.e., the school principal and one classroom adviser, equivalent 
to homeroom teacher in the U.S.) to identify potential participants in 
terms of students’ academic grades. To ensure representation, we in-
vited parents of high-achieving, average, and underachieving students 
according following the classroom adviser’s criteria. High-achieving 
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group was composed of students who are in the “star” or first section; 
underachieving group was composed of students who were on pro-
bation or were required to attend remedial classes; and average stu-
dents were those in between. Upon identification of the potential par-
ticipants, recruitment letters were sent to parents through the school 
with the instruction to contact the school or the researcher if the par-
ent is willing to be interviewed. The first author then contacted the in-
terested parents through phone call and/or text message to provide a 
brief overview of the study and what the participation entails. A date 
and time for the interview were set for parents who agreed to partici-
pate. The participants were also given the choice on whereto have the 
interview, but all of them chose to be interviewed in the first author’s 
home. This was most likely for convenience as the home was close to 
the school. Additionally, the parents may not have been prepared to 
receive the first author as a guest in their respective residences. Re-
cruitment continued until data saturation was reached, when it was 
apparent that information has become redundant and no new infor-
mation was forthcoming. 
An informed consent, detailing the objectives of the study, poten-
tial risks and benefits, and contact information of the researchers, was 
read to the participant prior to the start of the interview. Each inter-
view lasted from 19 min to 71 min, averaging39.13 min in length. In-
terviews were conducted mainly in Filipino language, with frequent 
insertions of English terms, as is typical in casual conversation in the 
Philippines. Following previous parenting research projects in the Phil-
ippines, PhP 300 (approximately USD 6.00) was given to each parent 
for their time and participation. 
In addition to conducting the interviews, the first author diligently 
kept a record of her observations during the interviews and reflections 
throughout data collection. Bernard (2006) identified three types of 
field notes and these three were utilized in this study. First, there were 
methodological notes where thoughts and insights on recruitment 
and data collection procedures were logged. Second, descriptive notes 
included reflections on each interview were recorded, as well as the 
researcher’s personal reactions and perceptions of the interview. For 
example, one mother emotionally recounted the child abuse she ex-
perienced from her stepfather, and that provided a context as to why 
strives to provide the best for her daughter. Both interviewer and par-
ticipant spent a significant amount of time processing this emotional 
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experience. Finally, analytic notes contained initial reflections on the 
participants ‘responses and ideas on emergent themes. Because of the 
informal nature of the interview, some participants continued speak-
ing and sharing their experiences even after the interview has ended. 
The field notes were helpful in providing these details that were no 
longer audio recorded. 
2.3.1. Sikolohiyang Pilipino
The data collection procedure for this study drew from the research 
methodology of Sikolohiyang Pilipino (SP), which is the psychology 
that is born out of the experience and orientation of the Filipinos (En-
riquez, 1994). In SP, it is important to examine and understand the lo-
cal language and to explain the phenomenon through the lens of the 
native Filipino in order to develop knowledge that is contextualized 
within indigenous concepts (Pe-Pua &Protacio-Marcelino, 2000). SP’s 
approach is regarded as “indigenization from within” where conclu-
sions are directly derived from the experiences and socio-cultural re-
alities of the Filipino people(Pe-Pua & Protacio-Marcelino, 2000). 
This study utilized the indigenous method of pakikipagkwen-tuhan 
(exchanging stories). This can be likened to the traditional method of 
interviewing, except for the role of the researcher and the participant 
and the manner of data collection. Pakikipagk-wentuhan has three 
main characteristics: emphasizes equal status between researcher and 
participant, participatory in nature, and sensitive to Philippine norms 
and contexts (Pe-Pua, 2006). For example, during the interviews, the 
first author asked the participants to not call her “Ma’am” as is typi-
cal in formal conversations. The participants also asked the first au-
thor questions and some-times volunteered information outside the 
scope of the interview. 
Further, in pakikipagkwentuhan, the researcher motivates the par-
ticipants to narrate their experiences about the topic. Pakikipagk-
wentuhan aims for systematic procedures, for example, using a semi-
structured predetermined interview protocol. However, flexibility was 
allowed in the questions (e.g., adding or omitting questions when 
deemed appropriate) and each interview was set in a less formal tone 
that can be more likened to a friendly, casual conversation. In addition, 
prior to starting the interview, the first author tried to build rapport 
with the participant by engaging her in conversation and by sharing a 
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light snack at her home. Rapport-building is very important, especially 
in SP, to minimize the gap between researcher and participant and 
to help facilitate a comfortable relationship between the two (paki-
kipagpalagayang-loob; Pe-Pua & Protacio-Marcelino, 2000). This ap-
proach was used as this has been found to be culturally-sensitive and 
more appropriate in doing research with Filipino samples (de Guzman, 
2014).As a result, before, during, and after the interview, the first au-
thor and the participants freely asked questions not related to parental 
involvement. For example, during one interview, a few minutes were 
spent talking about a favorite Filipino snack, and the mother offered 
to give some later that day. Another one inquired about the first au-
thor’s life in the US. 
2.4. Instrument/protocol
As parental involvement is a multifaceted construct that includes 
cognition, affect, and behavior, the interview protocol included ques-
tions on educational beliefs, academic expectations, and parental 
practices at home and in school. Parental involvement is also influ-
enced by cultural factors that reveal distinct parental values and goals 
(Malone, 2014; Usher et al., 2012). These values and goals provide a 
context for the involvement strategies parents employ. Thus, Filipino 
cultural concepts related to parenting, beliefs on child development, 
and value of education were also asked. Sample questions included 
“How important is education for you?”, “What are the things you do at 
home to help your child with his/her schooling?” and “What does your 
child’s school do or offer to involve you in your children’s education?” 
2.5. Data analysis
Data analysis was guided by interpretive phenomenology. This ap-
proach acknowledges that the researchers cannot entirely remove 
themselves from the meanings obtained from the inter-views. More-
over, the researchers’ subjective views and beliefs help in interpreting 
and, subsequently, understanding them. Interpretive phenomenology 
was used in this study as its tenets are more suitable to the present 
study’s research goals. In this study, exploring the meaning and the 
nature of parental involvement and how it relates to children’s aca-
demic outcomes relied not only on the narratives of the participants, 
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but also on the researcher’s knowledge of the construct and interpre-
tation and examination of the interviews and field notes. 
The interviews were audio-recorded and transcribed verbatim by a 
professional transcriptionist fluent in both Filipino and English as the 
interviews included both Filipino and English terms. The interviews 
were coded in the original language to ensure that the meanings of 
responses are preserved, following the steps in doing phenomeno-
logical study (Castro, 2003; Creswell, 2007). First, the transcriptions 
from all three groups were read several times by achievement group 
as the first author searched for patterns and emerging insights from 
the participants’ experiences (holistic approach). This included high-
lighting significant statements that reflect the participants’ experi-
ences (Creswell, 2007) and to see the language the participants use 
to describe the phenomenon. For the second step, these highlighted 
statements, or meaning units, were then organized according to the 
interview questions. 
The next step was to synthesize findings from the three achieve-
ment groups and incorporate insights onto the meaning units. Mean-
ing units were then transformed into category labels to allow for a 
more systematic comparison of results with existing literature (e.g., 
“attending meetings” were coded under “communicating with teach-
ers”). There are two levels to this step – situated structure and general 
structure (Castro, 2003). The situated structure refers to the concrete 
responses related to parental involvement, such as what parents do 
to involve themselves in or support their children’s education. After-
wards, from these specific, situated structures, the researchers created 
a general structure or essential meaning of the phenomenon across 
the participants’ responses. For example, responses related to what 
parents do at home were now described or categorized as home-
based involvement. 
As a last step, a general description of the phenomenon was 
formed, results of all steps in data analyses were integrated to de-
velop a coherent understanding of the phenomenon. The research-
ers reviewed the codes to ensure that they were representative of 
the themes. Throughout this process, two other researchers who are 
both fluent in Filipino language and are skilled in qualitative research, 
served as external auditors to examine the codes and themes. 
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2.6. Validity and verification procedures
To ensure validity of findings, three verification procedures from 
the strategies suggested by Creswell and Miller (2000) were con-
ducted. First, we used rich and thick description of the participants 
‘experiences to give a vivid and clear narrative to the readers, giving 
them enough evidence to make sense of the study and to make de-
cisions regarding transferability. Second, the results were presented 
to a group of about 20 researchers at a professional conference on 
cross-cultural studies. This audience was composed of non-Filipino 
graduate students and faculty members who provided feedback and 
additional insights on the findings. For example, a few audience mem-
bers affirmed that the nature of volunteerism reported by the partic-
ipants is very different from how parents in the U.S. volunteer in their 
children’s school. They also asked further questions about the tradi-
tions and common practices among Filipino families to contextual-
ize the participants’ reported strategies in helping their children. This 
led to the addition of further descriptions of some concepts and be-
haviors to ensure that readers understand the context and the inter-
pretation of findings. 
Lastly, the researchers continuously engaged in reflexivity. In phe-
nomenological research, it is very important that the researcher’s sub-
jective views and potential biases are made explicit(Creswell, 2007). 
As Filipinos, both researchers share a similar cultural background with 
the participants. For the first author, in particular, this served as a 
common ground to give way to a smooth interaction with the par-
ticipants. Although the first author attended a private school in ele-
mentary school, she did go to a public high school in the Philippines 
and has experienced first-hand the challenges of having inadequate 
school facilities. In addition, she had regular interaction with families 
in poverty through her participation in research projects on poverty 
and through community outreach endeavors. 
On the other hand, the researchers also acknowledged the poten-
tial biases and differences they may have with the participants. They 
have a different socioeconomic background from the participants 
and their definition and experience of poverty may have been dif-
ferent from the participants’ experiences. As such, every attempt was 
made to remain objective and grounded on the data. The researchers 
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constantly referred to the recorded fieldnotes to aid in data analy-
sis. Having two external auditors who are also fluent in the language 
and know the Filipino culture helped ensure that the researchers’ per-
sonal biases did not undermine or overpower the experiences of the 
participants. 
3. Results
Themes and subthemes are outlined below, together with support-
ing quotes to provide rich description of participants’ experiences. 
Participants are identified with pseudonyms. Meaningful differences 
across the three achievement groups in terms of how they exhibit pa-
rental involvement did not emerge. As such, we present the findings 
below without regard for the participant groups. Participants were 
asked about their views on education and their role in helping their 
children succeed academically. Responses to these questions provide 
the meaning of parental involvement for the participants and the spe-
cific strategies they employ to sup-port their children’s education. All 
participants stated that going to school is important and that educa-
tion is perceived as a tool to escape poverty. Trina, 40, mother of 3, 
noted, “For me, education is very important. If they (children) don’t 
get to study, they won’t have a bright future. They won’t get a good 
job.” This is similar to Myla’s, mother of 5, statement, “It’s (education) 
the only treasure we can leave behind. Even if we don’t have land or 
anything, as long as they graduate, they can get a good job.” Holly, 
34, mother of 2, further asserted the importance of education despite 
having financial difficulties. She said, 
“For me, it’s unavoidable not to have money problems … 
But if you think about it, you can do both –work and send 
your child to school. If you don’t have a job, work as a laun-
dry woman. What’s important is that you send the child to 
school … ” 
Participants’ descriptions of their support and involvement gener-
ally fell into four main themes: (1) home-based involvement, (2)school-
based involvement, (3) academic socialization, and (4) pro-viding for 
the child’s needs. Subthemes for each larger theme are also discussed. 
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3.1. Theme 1. Home-based involvement
Home-based involvement includes activities such as monitoring 
the child, assisting with homework, and providing other enrichment 
activities for the child to learn (Eccles & Harold, 1993).Participants 
reported that as parents, one of their roles is to help their children 
in their schoolwork; thus, they engage in home-based involvement. 
Across all three groups, responses reflected beliefs on home-school 
partnership where parents perceived themselves as having an active 
role in helping their children learn and that they can do something at 
home to facilitate their children’s learning. as Wilma, 39, said, “Teach-
ers and parents need to help each other for the benefit of the child. 
It’s not right that the teachers will do all the work. Parents should also 
teach the children at home. Before they go to school, teach them. 
So that when they go to school, they’d know how to respond to the 
teacher’s questions.” The home-based involvement theme is divided 
into two subthemes: monitoring the children regarding school work 
and engaging in different learning activities at home. 
Monitoring the child. Monitoring involves asking the child about 
what happened in school, if there were homework, and checking 
up on the child’s activities. Thirty (96%) participants mentioned that 
closely monitoring their children keeps them updated on what they 
should teach their children. One. For example, Holly mentioned in the 
interview that she focuses on her son’s studies. She detailed, “When 
he gets home from school, I’d ask him what they did, if they have an 
assignment, if they had a test. Things like that. For me, as soon as 
he gets to the gate of our house, I’d ask, ‘What did you do? Did you 
read?’ I’d ask him right away.” Sonia,29, said, “I always check on my 
daughter, I look at the things she needs for school. And I also teach 
her. You should have time for her to help her review.” 
Several participants also said that even though their children can do 
the homework on their own, they still checked on them to see if their 
answers were correct. Monica, 29, described her daughter, “She would 
do her homework and then I would check it, and that’s when I would 
tell her what’s missing … ” Similarly, Vivian,31, mentioned, “When they 
have homework and they know how to do it, they will do it on their 
own. But I tell them that if they don’t know the answers, they should 
ask me. Even if I’m doing laundry, I’d ask them if they have homework 
and I would respond if they have questions.” 
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Engaging in home learning activities. A second way by which 
parents described home-based involvement is in engaging in activ-
ities that introduce or reinforce school lessons, such as purposely 
allotting time to teach the child. Twenty-nine (94%) participants de-
scribed helping their children with homework and projects. For ex-
ample, Fiona, 40, who works part-time, said, “I tutor my son on his 
assignments no matter how busy I am.” Carol and Erica both re-
sponded that they teach their children at night, as a follow-up to 
what they learned in school earlier that day. Erica added, “Every night 
I’d teach my daughter how to read. Before we sleep, we would read 
first … Any English book.” Karen, whose son was having academic 
problems, shared, “I have to help him because if I don’t, then noth-
ing, he will just be like that.” 
Parents also reported practicing more intense teaching when their 
children have upcoming exams. As exams carry a big percent-age of 
the grades, parents reported studying with their children more thor-
oughly and constructing reviewers that their children can answer. Kris 
said she would review with her son by asking him questions that she 
has constructed from the school lessons. Christy mentioned she would 
write a summary of each day’s lessons that her daughter can review. 
Aurora and Aida both mentioned that they create practice exams for 
the children to answer. 
Only three (10%) respondents noted teaching their children ahead 
of the lessons they are currently teaching in school. These parents 
also acknowledged that studying at home should not be limited to 
simply completing the child’s assignments. For example, for Aida, 63, 
who is the primary caregiver of her only granddaughter as her daugh-
ter (mother of the child) works overseas, she makes sure to teach the 
child and noted, “I do teach her lessons in advance because the text-
books are there anyway.” Teaching advanced lessons was also some-
thing Monica used to do with her daughter. However, she thought that 
it might be the cause of the problem why her daughter now is having 
a hard time in school. When asked if she teaches her daughter in ad-
vance, she responded, “That was perhaps the problem with me … Be-
cause I wanted her to learn things right away even if her brain could 
not handle it yet.” 
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3.2. Theme 2. School-based involvement
Participants believe that parents and teachers should work together 
in order to optimize children’s learnings. As such, most participants 
reported actively participating in school-led activities and reaching 
out to the teachers when necessary. More specifically, responses un-
der school-based involvement fall under communicating with teach-
ers and volunteering in school. 
Communicating with teachers. The participants deemed an open 
home-school communication is necessary if they would like their chil-
dren to succeed. In this particular school, parents are required to come 
to school to claim their children’s report card at the end of each quar-
ter. All 31 (100%) participants said that they come to school for this, 
and some of them noted that they take this opportunity to ask the 
teacher about their children. Carmela said, “I always attend because I 
want to be in-the-know. I wouldn’t want to be late in learning about 
news, that there’s something happening, and we didn’t know about it.” 
Aside from these quarterly meetings, the teachers would also call 
on some parents if the students were having problems. LinkedIn Kar-
en’s case, her son has been having academic problems and he might 
repeat third grade if he does not attend summer school(remedial les-
sons). She shared, “The teacher would tell my son that she needs to 
talk to me. When that happens, I get scared. Because I already know 
what she’s going to say, that I need to guide him and follow up at 
home. That’s what the teacher always says … I get shy because the 
teacher said he reads slowly, and that he’s not able to finish some 
seatwork.” Ivy’s son was also supposed to repeat second grade but 
she was able to request the school not to let it happen(napakiusapan). 
Although Ivy said that she attends the meetings, she admitted that 
she dreads going to those: 
The teacher would say, “Mommy, your son is like this, he 
doesn’t do much, he doesn’t write.” And I would say that my 
son some-times can’t understand instructions in English, and 
that he gets confused in English and Tagalog. I’d prefer Ta-
galog. My son knows how to understand, it’s just that Eng-
lish is the problem. I told the teacher that my son said he 
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speaks so fast, and the teacher apologized and said that the 
lessons are fast-paced. So that’s why students who can’t un-
derstand get left behind. 
Aside from attending teacher-initiated meetings, participants also 
reported taking on a more active role by contacting their children’s 
teachers, especially when there were concerns surrounding the chil-
dren’s behavior. For instance, Trina said that she would talk to the 
teacher only when necessary, just like when her daughter was mis-
takenly blamed to have been involved in a fight in the classroom. Er-
ica also said that she talked to the teacher about her daughter’s ex-
perience of getting bullied as this interfered with her concentration 
in school. 
Some participants also reported initiating communication with the 
teachers for academic-related questions. Lyka recounted an instance 
when she asked the teacher why her son’s grades dropped so sud-
denly, noting, “I don’t think it’s bad to ask questions, right? “For Mon-
ica whose daughter has been having a difficult time under-standing 
the lessons in school, it is important that she is regularly communi-
cating with the teacher. She shared, 
“Every other Friday I would go to school to ask about my 
daughter’s problem, and they would tell me to talk to her 
… The teacher would not ask me to come, I would just go 
and ask.” 
Volunteering. Twenty-seven (87%) participants reported volun-
teering their time to help in the school. Majority of the participants 
help in cleaning the school before classes start, mainly because this 
is highly encouraged and is a country-wide program in the public 
schools – Brigada Eskwela or Brigada, for short. In this program, par-
ents are invited and encouraged to help clean their children’s would-
be classroom and to help the classroom adviser. Veronica said that 
she always joins the Brigada, owing to her many children enrolled in 
the school. Yoli, Sonia, and Karen also shared that they help in the 
school’s general cleaning. Eleven other participants mentioned that 
they join the Brigada. 
Given the limited number of staff in the public school, teachers 
also ask for parents’ assistance when they need additional manpower. 
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Participants recounted helping in activities such as classroom parties, 
contests, and club meetings. Fiona said, “I’d help out during the class 
Christmas party, things like that. Even if I’m not an officer, they’d call 
on me … I’m willing to help with anything. “Trina mentioned that she 
has previously helped in the school’s feeding program (akin to the 
lunch program in the US). Christy’s case is different as she is some-
times called to do personal errands for her daughter’s teacher. She 
said, 
“The teacher likes to call on me for different things, like if 
there’s a student who needed help in the restroom, as there’s 
no one else to help the child clean. That’s one of the teach-
ers’ problems here. And then she would ask me to come to 
school and print some papers for her … Or when she sees me 
in the morning inside the school when I bring my daughter, 
she would ask me to make her coffee.” 
More volunteer time was reported by participants who have taken 
on leadership roles in the Parent-Teacher Association (PTA).As offi-
cers, they are the primary person to rely on when teachers need help. 
For example, As the PTA president in her granddaughter’s class, Aida 
added that they would be the first to respond when money is needed, 
when there are other things needed in the class-room such as floor 
wax, or when they need to cleanup because some school guests would 
be coming. Erica used to be an officer as well. However, she found 
herself paying for parents who were notable to give their monetary 
contribution, so she decided not to run for the position the succeed-
ing year. She did note, however, that money problem aside, she really 
liked that role as she was able to help the teacher. 
3.3. Theme 3. Academic socialization
Aside from home-based and school-based involvement, participants 
also engage in academic socialization practices. These practices are 
geared toward helping their children understand the value of educa-
tion and develop good study habits (Wang &Sheikh-Khalil, 2014). This 
theme includes the following: motivating the child, establishing rules 
and routine around studying, giving rewards for positive academic 
outcomes, and administering punishment for undesirable outcomes. 
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Motivating the child. Thirteen (42%) participants reported mo-
tivating their children by acknowledging their efforts and encour-
aging them to do their best. Yoli recalled the time when his son re-
ceived high grades on his report card. When asked how she felt, she 
described: 
Of course, I was very happy because we can see what we 
worked hard for, including me … I told him, ‘Son, I hope it’s 
always like this, high grades. You can now go up the stage 
(for recognition)just like what you wanted … ”” 
Karen would also encourage her son by telling him, “Son, just con-
tinue with your studies. Even if we’re poor, we can do this. Your Papa 
is there to help as well.” Similarly, Ivy would tell her son who is strug-
gling in school, “Son, just a little more perseverance…  Do you want 
to move up to fourth grade or do you want to repeat third grade? 
You have to persevere (magpursigi) …” Fiona, she would simply push 
and tell her son, “Son, you can do it!” As these sample quotes illus-
trate, participants see the importance of motivating the children and 
how it helps them do better in school. One participant even men-
tioned that motivating her children is the most she could do, espe-
cially when she is unable to help the children with the lessons. Myla 
said, “I can’t contribute anything, especially when it comes to Math 
and English … What do I know about that? That’s why all I can do is 
push him. That’s what I do.” 
3.3.1. Establishing rules and routine around studying
Twenty-seven (81%) participants also mentioned that they have 
rules at home to help provide structure for their children and their 
studies, acknowledging that there should be a time for studying and 
time for playing. For Yoli, her son is only allowed to play basketball 
on Saturdays and Sundays. Aurora shared that her children know that 
they are not allowed to watch TV if they have an exam, similar to Holly 
who does not allow TV-watching on weekdays. 
Some participants shared their routines at home which priori-
tize studying. For example, Emie shared, “When he gets home after-
school, we would eat, then I would tell him to read before we watch 
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Probinsyano (a popular soap opera in the Philippines).” For Christy, she 
said, “As much as possible, when my children get home from school, 
as soon as they get home, I want them to open their note-books. Then 
after that, they can play. That’s what I always say, there’s a time for 
playing. And also summer is almost here, they can play then.” 
3.3.2. Giving rewards for positive academic outcomes
Twenty-eight (90%) participants mentioned giving the children 
some form of reward when they do well in school. The rewards range 
from small monetary gifts to eating out at their favorite fast food. 
For example, Myla shared that she would promise her son 50pesos (1 
USD) if he gets a perfect score on the test. But she added, “I actually 
don’t give him the money; rather, he lists it down, and I would give 
him the money on payday. He takes note of it, and when it’s his Pa-
pa’s payday, he will collect it …” 
Twelve participants mentioned that they treat the children at Jol-
libee, a local fast food chain akin to McDonald’s in the U.S., as a re-
ward. Emie recounted that when her daughter needs to study, she 
would tell her, “Study hard, I will buy you this, we will eat out, we’ll 
go to Jollibee.” This is similar to Aida’s case about her granddaugh-
ter who is at the top of her class, “My husband and I, we’re always 
at Jollibee because when she gets a perfect exam score, we have an 
agreement … We’ll buy our dinner from Jollibee. Trina said that she 
also uses rewards for her daughter, especially when she wants some-
thing, but she makes sure that there are limits, “We don’t do it all the 
time … It’s not like that, that we’d always give them something. Be-
cause what will happen if you don’t have anything to give? … You 
don’t have to get them used to getting something each time they get 
high grades, right?” 
In all, the responses show that parents give rewards to encourage 
their children and to reinforce positive behaviors toward studying. The 
promise of a reward also serves as an agreement between the parent 
and the child. Given the participants’ limited budget, the promise of 
food and other basic necessities allows them to still incentivize their 
children’s hard work. 
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3.3.3. Administering punishment for poor academic outcomes
Twenty-nine (94%) of the participants also mentioned trying to dis-
cipline and instill good study habits in their children by using a combi-
nation of punishment strategies such as giving reprimands and threats 
of, or actual, withdrawal of privileges. Several parents mentioned that 
they only use reprimanding or scolding as a way of correcting their 
children’s poor study habits. When asked if hessians his daughter, Ro-
meo said “No, I would just reprimand her(pinagsasabihan). I would 
just tell her to study what she missed in the test.” As for Lyka, she 
shared, “I no longer spank, I’m just loquacious (mabunganga). I just 
use my mouth.” Holly also shared what she tells her son who likes to 
draw, “Nothing will happen to you if you’re only drawing. It (drawing) 
won’t feed you … It’s not okay that you’re just drawing all the time, 
nothing will happen to you.” 
Chloe and Holly both revealed that they give their children threats. 
Chloe recalled what she had told her daughter who had to take re-
medial classes, “… just tell me if you don’t want to study anymore so 
that I won’t ask you to go to school … You’d see that I would peddle 
on the streets just to send you to school, and then you would just skip 
school? What will happen to you when you get older?” Holly said that 
it is sad that she has to scold her son. She would tell him, “If you don’t 
do better, just don’t study. Don’t go to school tomorrow.” 
Aside from the disciplinary techniques mentioned above, four par-
ents also reported using physical punishment, particularly spanking. 
They were careful to note, however, that spanking is coupled with a se-
rious talk about the child’s transgression. Emie shared that there were 
a few times when she would spank her child when she gets too fond 
of playing and forgets to open her books, “She would get spanked, 
but of course, mostly we just talk to her and give her advice.” This is 
similar to Monica’s experience with her daughter, “Sometimes I would 
spank her. But for me, if I span you, I would explain to you why I did 
it. I wouldn’t spank you for no reason.” Joyce also explained that she 
would spank her daughter, especially if she does not know her home-
work, but that she is conflicted when doing it: 
My daughter would cry … I also cry easily, so she would see 
me also crying … Of course, as a mother, I don’t want to see 
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my child getting hurt by other people, even by my husband. 
I would really be crying when my husband spanks her, so I’d 
ask myself why I’d also do it … Sometimes I would pity her 
when I scold her because she’s really having a hard time, es-
pecially with Social Studies. 
3.4. Theme 4. Providing for the child’s basic needs
Many participants described responding to the children’s needs as 
one way to ensure that their children are ready for school. Although 
this may seem as a fundamental parental obligation toward their chil-
dren, the majority of the participants narrated stories depicting strug-
gles in day-to-day living, given their high poverty context. Thus, even 
basic parental responsibilities are considered as specific means by 
which parents involve themselves in their children’s education, like 
Aida who said that she supports her grandchild by “taking care of her, 
feeding her, and dressing her up every day.” The rest of the responses 
for this theme are categorized below. 
3.4.1. Caring for the child
Eleven (35%) participants mentioned caring for their children as a 
way of parental involvement. Children’s health was often dis-cussed 
by parents as their main priority. A number of participants specifi-
cally mentioned that they ensure that their children are well-fed and 
healthy so that they are fit to go to school. Christy expressed that it 
is the parent’s responsibility to provide for the children’s needs. She 
further shared, “I would prepare her food first, then ask her about her 
assignments … Sometimes, while she’s studying, I would just feed her. 
Otherwise, she would get hungry without noticing it.” Myla mentioned 
prioritizing her son’s health, “My son does not miss school … as long 
as he’s not sick. I even give him vita-mins so that he won’t get sick.” 
Trina also added that she shows her support for her children’s edu-
cation by “responding to the child’s basic needs every day, helping 
them with their homework, and providing not only for food, but also 
the things they need in school.” 
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3.4.2. Bringing the child to and from school
Another basic need that parents respond to is ensuring that their 
children get to school safely and on time and 23 participants (74%)
mentioned this. Romeo and Carol stated that this is part of their daily 
routine. Yoli stated that she walks her son to school even though her 
son could actually walk by himself. She said, “He can do it by himself, 
it’s just me who doesn’t like him to walk by himself … Because some-
times it’s sunny, so it’s hot while they’re waiting inline so I need to 
hold an umbrella over her.” Beth also shared, 
“We don’t let her walk by herself. Also, she’s scared of dogs 
(stray dogs).She can’t be by herself because when she sees 
a (stray) dog, she will run … She got a phobia of dogs. And 
I also don’t really want to leave her by herself even if she’s 
already in third grade. As long as I’m able, I will bring her to 
school and pick her up (hatid sundo).” 
3.4.3. Other parental obligations
Nine (29%) respondents described several other parental obliga-
tions that comprised part of their support for children’s schooling. This 
included their responsibility of working and earning money. Holly af-
firmed, “Of course, to persevere at work … Because of course, if you 
don’t have a job, where will you get money to spend for their school-
ing?” Watching over their children (bantayan) was also mentioned by 
Myla and Beth as a way of supporting their children. Carmela added 
that ensuring that her children have clean school uniform to wear ev-
ery day is also one way of supporting them. Lyka stated that her and 
her husband’s role should go beyond responding to the children’s 
needs. She said: 
Of course, we need to provide for what they need in school, 
but at the same time … give them some opportunities to go 
out. So that they’re not only concentrating on their studies 
all the time. Give them time for leisure and traveling (ma-
masyal), to get together with the family. Because that’s really 
our bonding – for me and my husband, even if our income 
is not big, sometimes we would really allocate time for us to 
go out, eat out, play … 
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4. Discussion
Children grow up within contexts that reflect broader societal and 
cultural beliefs that are reflected in their everyday experiences, imme-
diate settings, and the ways by which their caregivers provide nurtur-
ance and support. In this study, we explored how low-income parents 
in the Philippines conceptualize parental involvement in education – 
a construct that has not been thoroughly explored outside of West-
ern industrialized nations. Findings suggest complexity in parents’ 
understanding of parental involvement in children’s education – re-
flecting themes from the broader literature as well as beliefs that 
uniquely reflect the socioecological and economic spaces that par-
ticipants occupy. 
Scholars have identified several ways by which parents generally 
define and display involvement in their children’s education and find-
ings from this study reflect many of these categories (Eccles& Harold, 
1993; Epstein, 1995), such as helping with children’s homework, vol-
unteering in school, and establishing rules around studying. Despite 
overlaps between current findings and general parenting involvement 
typologies, parents’ responses also revealed unique notions reflective 
of participants’ socioeconomic context(Clifford & Göncü, 2019; Göncü 
et al., 1999). For example, participants described responding to chil-
dren’s basic needs as a way of supporting their education. This spe-
cific finding draws attention not only to the parents’ major role as a 
nurturer (Zellman, Perlman,& Karam, 2014), but also hints at unique 
facets of participants’ eco-nomic context. With insufficient, unstable 
income and unsecured employment, even responding to children’s ba-
sic needs is a challenge for most of the participants. Further, as low-
income parents commonly tend have lower social capital compared to 
their children’s teachers because of differences in social class (Lareau, 
1987),this may limit their capacity to involve themselves in more di-
rect ways (e.g., challenge authority of teachers, advocate for the child).
Thus, parents may view their efforts to provide instrumental sup-port 
(e.g., by getting a job, taking a loan), although not exactly in congru-
ence with teachers’ and institutions’ view of parental involvement, as 
intentional and direct ways to keep their children in school and sup-
port their education. 
Some emergent categories of parental notions about involve-
ment were also consistent with earlier research, but unique in their 
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manifestation. For example, participants named volunteering in school 
as parental involvement, consistent with earlier research(Eccles & Har-
old, 1993; Epstein, 1995). However, specific activities they noted in-
cluded contributing to the upkeep of the child’s school (e.g., cleaning), 
which is somewhat distinct and has not been reported in previous pa-
rental involvement studies across different countries. Because of very 
limited resources, public schools in the Philippines rely on the parents 
as allies to ensure that the school’s physical environment is condu-
cive to learning. Thus, activities that parents can assist with not only 
include activities typically seen in Western schools (e.g., volunteering 
for PTA), but also in the basic upkeep of the school such as cleaning 
the school. This also under-scores the interdependent nature of Fil-
ipinos, as well as the power distance between teachers and parents 
where parents oblige to teachers’ or institutions’ requests with little 
or no question. 
Culturally embedded notions are also evident in respondents ‘no-
tions about involvement in children’s academics, consistent with the 
ecocultural framework (Weisner, 2002). From the participants ‘re-
sponses, it was apparent that the rules and routines set around study-
ing and day-to-day living were informed by their belief in the impor-
tance of education. For instance, efforts to personally bring the child 
to and from school, as well as providing for the child’s needs as a way 
of supporting children’s education may be attributed to the Filipino 
cultural value of interdependence and the nurturing, and sometimes 
overprotective, nature of Filipino parenting (Dela Cruz et al., 2001). 
Participants also mentioned using inductive methods such as moti-
vating and talking to the child, as well as disciplining strategies typi-
cally used in Philippine settings (e.g., physical punishment and giving 
reprimands, Lansford et al., 2010) in children’s academic socialization. 
Although the use of strict discipline strategies is not unique to the 
Filipino culture, this has not typically been noted in the broader liter-
ature as a means of academic socialization. Moreover, although ad-
ministering physical punishment and reprimanding may be consid-
ered punitive by Western standards, parents asserted that these are 
done out of concern for their children. This finding again reflects the 
nurturing aspect of Filipino parenting, as well as the high regard for 
obedience (Alampay,2014). 
The interdependence and close-knit nature of the Filipino fam-
ily is also evident in the importance parents place on their children’s 
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education. A common narrative among Filipino families in poverty 
is that education is the only inheritance they can leave with their 
children. 
Filipinos also view education as an investment and a tool to allevi-
ate poverty, not only for the individual, but for the whole family such 
that it is not uncommon to expect the older sibling to send the other 
sibling/s to school (Reyes & Galang, 2009). These cultural priorities 
are evident in the participants’ efforts to support their children’s ed-
ucation in their own capacity despite their limited financial resources 
and social capital. Current findings show that Filipino parents are ex-
plicit in communicating the value of education to their children, and 
transgressions related to not taking school seriously are met with 
consequences. 
In some ways, findings run contrast to some studies suggesting 
that given the distributed approach to care and socialization inter-
dependence-oriented societies, parents may relegate responsibilities 
for academic socialization to formal educators (Denessenet al., 2001; 
Hallinger & Kantamara, 2001; Sy, 2006). However, it is worth noting 
that there has not been enough nuance in this earlier body of work. 
Indeed, there is substantial variability in family situations and forms 
within what scholars have categorized as “interdependence-oriented” 
– rural versus urban, socioeconomic differences, parents’ educational 
levels, geographic location, ethnic and racial differences, and others. 
Moreover, our research suggests that perhaps because involvement 
has been con-centralized and thus measured quite narrowly, in fact 
parents interdependence-oriented, low-income, and/or non-West-
ern societies may conceptualize and express involvement in different 
ways. It was evident from our participants’ responses that they strive 
to play an active, although possibly less salient and more indirect, role 
in their children’s learning and education. To conclude, whereas some 
aspects of the meaning and nature of parental involvement among Fil-
ipino parents are consistent with mainstream literature(Eccles & Har-
old, 1993; Epstein, 1995; Fan & Chen, 2001), additional themes in this 
study underscore the variability of how parental involvement is con-
ceptualized and expressed. Unique notions of parental involvement 
are a function of parents’ socioeconomic and cultural backgrounds, 
revealing parenting behaviors that are not traditionally considered as 
involvement in education. 
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4.1. Strengths of the study
For decades, scholars have argued for the need to situate the child 
and understand parenting in context; as well as the need to broaden 
the settings in which we study development (e.g., Edwards& Bloch, 
2010; Harkness & Super, 2015; Weisner, 2002). The examination of 
many important constructs, such as prosocial behaviors(de Guzman, 
Brown, Carlo, & Knight, 2012), moral development(Wainryb, 2006), 
and attachment (Keller, 2013), have benefited from expanding the 
range of samples and contexts to test the limits of current conceptu-
alizations and to broaden the range of variables of interest (de Guz-
man, Carlo, & Edwards, 2008). Although this study was not designed 
to develop findings that can be generalized broadly, studying parental 
involvement in a sample not typically represented in the current liter-
ature lends support to the ecocultural framework and yields impor-
tant information about how notions and parenting practices related 
to children’s education reflect both traditional conceptualizations, as 
well as unique beliefs and practices specifically reflective of their cul-
tural and economic context. 
Another strength of this study was contributing to the recommen-
dation of Clifford and Humphries (2018) to involve the home environ-
ment in constructing the meaning of parental involvement. By incor-
porating the parents’ perspective, results of this study more effectively 
captured the parents’ efforts in supporting their children, expanding 
the predominantly institution-based conceptualization of parental in-
volvement. Current findings also contribute to the diversity of the lit-
erature by capturing a cultural group that, by multiple standards, dif-
fer from the middle-class Western communities that usually inform 
theories in education and families (Clifford & Göncü, 2019). 
4.2. Implications
Several implications can be drawn from the current findings. First, 
themes culled from the data support earlier scholars’ conceptualiza-
tions of parental involvement in education – suggesting generalizabil-
ity in several of the categories identified earlier, such as home- and 
school-based involvement. Second, unique domains of involvement 
(e.g., providing for the child’s basic needs) and unique instantiations of 
previously identified areas (e.g., cleaning the school as ‘volunteering’) 
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suggest the need to closely examine what involvement might mean in 
different cultural and economic contexts. Studying links, for example, 
between involvement and other constructs in non-Western settings 
would benefit from first clarifying what involvement might mean in 
those settings. Finally, one implication for Philippine schools can also 
be made. Findings point to low-income Filipino parents’ conceptual-
izations of involvement to support their children’s schooling and an 
indication regarding their desire to support their children’s success 
despite the many challenges they face given their circumstances. Ad-
ministrators and educators can capitalize upon their notions and de-
sires to help their children by helping them develop strategies that fit 
within parents’ beliefs. By starting with these culturally-informed cat-
egories of involvement, strategies may be more relevant and mean-
ingful for parents in this specific ecocultural context. 
4.3. Limitations and future research directions
Findings should be interpreted in light of its limitations. First, care-
ful measures were employed to eliminate potential biases, such as 
self-presentation among Filipinos (e.g., Lynch, 2013). However, as par-
enting remains to be a sensitive topic, participants may have been es-
pecially prone to social desirability bias. This may especially be the 
case as during data collection, both the first author and the parents 
were aware of their differences in educational and socioeconomic 
background. Although efforts were made to engender equal status 
between researcher and participants by the choice of methods used 
here, it is possible that the participants were more inclined to report 
greater parental involvement knowing that the first author was pre-
viously a school teacher. Relatedly, there maybe sampling bias in that 
parents who agreed to participate in the study were highly involved 
in their children’s academic endeavors to begin with and that parents 
with low involvement were less likely to volunteer for the study. Fu-
ture studies should also involve teachers and school administrators 
to capture different perceptions of parental involvement. 
Additionally, this study is limited in that it is uncertain where to 
attribute the unique, emergent themes such as providing for basic 
needs and volunteering by cleaning. As parents are simultaneously 
embedded in multiple contexts, it is plausible that these findings were 
due to poverty or due to the influences of the Filipino culture, or the 
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interaction of both. Further, it is important to note that cur-rent find-
ings may not apply to rural areas in the Philippines which may place 
different levels of emphasis on parental involvement or academic 
achievement. Expanding this research to include families from differ-
ent socioeconomic levels, as well as various geographic locations in 
the Philippines, could strengthen the findings and help identify fac-
tors that most influences parental involvement. Finally, having a bal-
anced sample of female and male caregivers, with male and female 
children, could increase the transferability of findings. 
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